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ABSTRACT
While communicative approaches to language 
learning have been widely used in EFL classrooms 
recently, the testing of oral communication skills 
has been largely ignored. Therefore, attempts to
update teaching approaches have become useless,
since testing has not caught up with these teaching 
innovations. This situation has resulted in a 
mismatch between teaching and testing which takes 
two forms. First, speaking is practised in class, 
but not tested. Secondly, other language skills 
reading, listening and writing are practised in one 
manner in class, but tested in a different manner.
This study set out to investigate students' 
attitudes when such a mismatch exists between the 
teaching of communicative language skills and
testing in EFL settings. The purpose of this
present study was to investigate whether there are 
significant differences in students' attitudes 
towards test-focused and non test-focused activities 
considering the proximity of the test, and whether 
students' proficiency level affects this
relationship.
In order to investigate this research topic, 
the following three hypotheses were made: 1)
Students will demonstrate a more negative attitude 
towards non test-focused activities as the time of 
the test approaches. 2) Students will demonstrate a 
more positive attitude towards test-focused
activities as the test time approaches. 3) 
Students' attitudes are modified by their 
proficiency level; that is, students at a high 
proficiency level will demonstrate more positive 
attitudes towards non test-focused activities than 
those who are at a lower proficiency level.
In order to test these hypotheses, 20 
intermediate level students at the Department of 
Basic English at HETU were selected. The subjects 
were given two types of activities - non test- 
focused and test-focused - during the four week 
period before they took the class progress test. 
After each application of the activity, students 
were given the attitude questionnaire developed by 
the researcher.
The findings of the study were as follows: 
First, as the test time approached students 
demonstrated more negative attitudes towards non 
test- focused activities. Secondly, the closer the 
exam was in time, the more positive attitudes 
students demonstrated towards test-focused 
activities. Thirdly, students' proficiency level as 
a moderator variable did not affect the relationship 
between the independent and dependent variables, 
that is, the relationship between proximity of the 
test and students' attitudes towards test-focused 
and non test-focused activities.
CHAPTER 1 
IHTRODUCTION
1.1 Background and Goals of the Study
With the exam as the final arbiter of 
students' language proficiency, there is a 
likelihood of the exam significantly 
influencing classroom instruction if there is 
a mismatch between teaching and testing.
This statement by Kaufman (1991) summarizes what is
currently experienced in most EFL environments; that
is, testing has not caught up with the innovations in
teaching methodologies. Despite many attempts to
construct communicative language testing (Davies,
1988), the mismatch between teaching and testing is
still in existence. The impact of this mismatch on the
communicative approach to teaching a second language is
described by Alderson (1981):
Now there may be good arguments for tests not 
follow the whim of fashion in language 
teaching, but when there is a serious
discrepancy between the teaching and the 
means of evaluating that teaching then 
something appears to be amiss. The feeling 
abroad is theories abound of communicative 
language teaching, of the teaching of ESP, of 
integrated language teaching, but where are 
the tests to operationalize these theories? 
Applied linguists and teachers alike are 
making increasingly insistent demands on
language testers to supply the language tests 
that current theory and practice require....
(p.6)
This is the case in many universities in Turkey. Many 
universities have abandoned "traditional" teaching 
methods, such as the grammar-translation and the audio- 
lingual, and have shifted to communicative language
teaching. However, the attempts to update teaching 
approaches turn out to be useless as the tests are not 
"communicative" in the sense that accuracy still 
remains the main concern of both teachers and students. 
The way the mismatch between teaching and testing 
exists is twofold. First, through communicative 
activities, such as role-plays and discussions, 
speaking is practised in class, but it is not tested in 
the exams. Secondly, other skills (listening, reading 
and writing) are practised in one manner in class 
(through authentic materials such as newspapers, radio 
extracts, letters), but tested in a different manner in 
exams (through multiple choice or true-false questions 
where students are marked on accuracy).
Communicative teaching approaches have received a 
lot of attention in the literature recently, 
particularly those which focus on communicative grammar 
tasks (Dickens & Woods, 1988). However, the focus has 
shifted from "the what" to "the how"; that is, from 
the content of the syllabus, to how to apply the new 
approaches (Bejarano, 1987). The application and 
orientation of communicative language teaching has also 
been studied in the classrooms in different settings 
(Fröhlich, Spada & Allen, 1985). Despite these studies, 
not much research has been carried out to explore the 
application of communicative language teaching in an
EFL environment and to what extent tests that are not 
communicative affect the teaching-learning 
relationship. The rationale behind carrying out the 
present study is to examine how students' attitudes 
change towards test-focused and non test-focused 
activities when the teaching of communicative language 
fails to match language testing.
The Middle East Technical University (METU), 
Department of Basic English, is a potential setting for 
this kind of research. All applicants to the 
university are given an English language proficiency 
test. Those who fail to pass this exam spend a year in 
the university's Foreign Language School (subsequently 
referred to as "the prep school"). Here students are 
given full time intensive classes in English. The 
students are frequently tested. In four week intervals 
students are given progress tests referred to as 
"midterms" and several pop-quizzes. Since tests are 
given frequently, students become "test-oriented", that 
is, concerned about tests and passing these tests. As 
a result, students put pressure on teachers to change 
the lesson content and type of activities and tasks. 
In Kaufman's (1991) research in a Turkish university, 
students more than teachers saw the need for more 
frequent practice of test items and students felt that 
teachers should prepare them for tests. However, in
classroom practice today there appears to be a 
contradiction in the students' opinions. While many 
students want more practice to prepare them for tests, 
they also feel that "knowing the language" is 
equivalent to "having good command of that language". 
Thus, the students more than the teachers favour 
devoting class time for communicative activities and 
spoken interaction. As a result, the mismatch between 
teaching and testing in an EFL environment imposes 
certain demands on both teachers and students. Where 
students are not tested on the speaking skill,
activities related to speaking may become less
attractive to both teachers and students. When 
students take exams into consideration, their focus 
shifts from having a good command of English to passing 
exams.
1.2 Statement of Research Question
1.2.1 The Research Question
Is there a relationship between students' 
attitudes towards test-focused and non test-focused 
activities and proximity of a test? To what extent is 
this attitude conditioned by the proficiency level of 
students?
1.2.2 Statement of Expectations
An expectation of the study was that students' 
attitudes towards non test-related activities would
change as the test time approached. Since tests are 
major components of most educational systems throughout 
the world and passing exams is important for students, 
the study will be applicable to other universities in 
Turkey and abroad.
1.2.3 Statement of Limitations
This study was concerned only with attitude 
changes. Thus, students' performance in the exams 
which condition these changes was not the focus of the 
study and was not analyzed.
1.3 Hypotheses
1.3.1 The null hypothesis: There is no relationship
between students' attitude towards non test-focused and 
test-focused activities and the proximity of a test.
1.3.2 The Experimental Hypotheses:
Experimental hypothesis 1: Students will
demonstrate a more negative attitude towards non test- 
focused activities as the time of the test approaches.
Experimental hypothesis 2: Students will
demonstrate a more positive attitude towards test- 
focused activities as the test time approaches.
Experimental hypothesis 3: Students' attitudes are 
modified by their proficiency level; that is, students 
with a high proficiency level will demonstrate more 
positive attitudes towards non test-focused activities 
than those who have a low proficiency level.
1.3.3 Identification of Variables
The dependent variable is students' attitude as 
measured by questionnaires administered immediately 
after the activities.
The independent variables are the proximity of a 
test and type of activities, i.e., test-focused and non 
test-focused activities.
The moderator variable is the proficiency level of 
the students.
1.3.4 Definitions of Variables
Attitude; As Mager notes, the word "attitude" is 
used to refer to "a general tendency of an individual 
to act in a certain way under certain conditions" 
(cited in Kole, p.3, 1987). Attitude is usually
measured on a scale. The function of attitude scales, 
as explained by Nisbet and Entwistle (1970), is as 
follows:
The basic pattern of most attitude scales is 
a series of statements, all relating to one 
clearly defined topic and expressing 
favourable, neutral and unfavourable 
attitudes to it. The person to whom the 
scale is applied indicates whether or not he 
agrees with the statements or how strongly he 
agrees or disagrees, or which statement 
expresses his attitude best. The resulting 
score shows the person's attitude as a 
position on a scale ranging from strongly 
favourable through neutral to strongly 
opposed. (p.l26)
Test: For the purpose of this study the term
"test" is used in the sense to refer to a progress
achievement test which takes the form of a midterm at 
the Department of Basic English, at METU. These 
achievement tests are either given at the end of a 
course of instruction or during the semester. 
According to Baker (1989) "a progress test can guide a 
teacher's decisions about his teaching or the syllabus 
designer's evaluation of his programmes. Often, 
however, its sole purpose is as a goad to encourage 
regular revision on the part of the learners" (p.4).
Proximity of a test: The term refers to time 
intervals during the four week period before the 
students were given the progress test, or midterm. 
During that four week period students were given 
questionnaires each week to measure their attitudes 
towards different activities as the test time 
approached. Therefore, proximity varied from 4 weeks 
to 1 week before the test.
Test-focused versus non test-focused activities: 
These terms are used to distinguish two types of 
activities, similar to those described by Ur (1988). 
She writes that "there are usually either 
'communicative' activities designed to develop general 
fluency or 'grammatical' exercises that are for the 
most part based on uninteresting manipulation of forms" 
( p . i ) .
The latter type of activities is mostly what
students are tested in exams, hence, test-focused
activities. As the test time approaches these
grammatical activities take a different form. In other
words, students put pressure on teachers to bring in
the previous years' exam questions, i.e., give them
practice tests. Practice tests are defined by Jones
and Ligón (1981) as follows:
Practice tests are packets of exercises for 
students designed by test makers or school 
personnel, which are much shorter in length 
than the standardized tests to which they 
relate, and with items typically much easier 
than the items on the actual test, (p.5)
Therefore, the term "test-focused activities" refers to
structured activities of grammar and practice tests.
As for non test-focused activities, no exact
definition is found in the literature. Therefore,
communication and discussion activities are regarded as
non test-focused activities. For communication
activities Ur (1981) notes that:
Most courses now emphasize the importance of 
fostering learners' ability to communicate in 
the foreign language rather than their skill 
in correct sentences, and there is a 
corresponding increase in the time and energy 
allotted to communication exercises in the 
classroom, (p.2)
Discussion activities are described by Ur as follows:
The most natural and effective way for 
learners to practice talking freely in 
English is by thinking out some problem or 
situation together through verbal interchange 
of ideas; or in simpler terms, to discuss. I 
am using the word 'discussion' here rather 
broadly to include anything from the simplest
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question answer guessing process, through 
exploration of situations by role-play to 
more complex political and philosophical 
debates; I include not only the talking but 
also any reading and writing that may be 
entailed. <p.2)
In the light of the above definitions, by using the 
term non test-focused activities, this study confined 
itself to "communication" and "discussion" activities.
Proficiency level of students: The subjects'
averages on the periodical progress tests in the first 
semester was taken as the students' proficiency level.
1.4 Overview of Methodology
The study was conducted at METU, Department of 
Basic English, at the intermediate level of
instruction. The rationale behind choosing the
intermediate level, that is, a B group class at the 
Prep School, was that the B group program features a 
variety of activities for which students' attitudes can 
be measured. Twenty-five subjects were chosen from one 
of the B group classes. The data were collected 
during the four week period before the students took 
the periodical progress test or midterm. Data
collection consisted of student questionnaires which 
were spaced out during the four week period, that is, 
four times at weekly intervals before midterms. The 
questionnaire was devised by the researcher. The 
questionnaire measured not only students' perceptions 
of the value of different activities, but also the
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appropriateness at the time they were given. For 
instance, students may feel that class discussions are 
good learning tools, but may not feel that they are 
appropriate learning activities when considered in 
relation to proximity of tests. During the first week 
students were given activities of two types, test- 
focused and non test-focused. Then, the students were 
given questionnaires. This procedure was repeated each 
week during the four week period. The questionnaire 
used a four point Likert scale in which there were 
"strongly agree", "agree", "disagree" and "strongly 
disagree" options. Before its actual use the prepared 
questionnaire was piloted at Bilkent University with 
twenty students to check the shortcomings, if any.
1.5 Overview of Analytical Procedures
The questionnaire findings were analyzed to 
investigate the relationship between students'
attitudes towards non test-focused and test-focused 
activities and proximity of the test and the degree to 
which this relationship was modified by students' 
language proficiency. A 2-way analysis of variance and 
a t-test were run to investigate if there were 
significant differences in students' attitudes as a 
function of activity type or proficiency level 
considering the proximity of the test, and if there was 
significant interaction between these main effects.
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1.6 Organization of Thesis
In the second chapter a review of the literature 
is presented. This chapter includes a discussion 
focusing on the issues related to the present study and 
an examination of relevant research studies. The third 
chapter presents the methodological procedures used in 
this study. The methodology chapter includes
descriptions of the subjects, tasks, instruments and 
the procedures used in the study. Chapter four 
presents the results of the study. Chapter five gives 
an assessment of the study and discusses the
pedagogical implications of these results and offers 
suggestions for future research.
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REVIEW OF LITERATURE
2.1 Introduction
With the introduction of the communicative
approach to language learning the relation betweeen 
teaching and testing has become a subject which has 
generated a lot of interest in the EFL literature. 
Although communicative approaches to language learning 
are widely used in EFL classrooms today, the testing of 
oral communication has been largely ignored, a 
situation which has resulted in a mismatch between 
teaching and testing. This mismatch has been
documented in studies by Alderson (1981), Holler 
(1981), Morrow (1981) and Weir (1981). However, few 
studies have attempted to examine student sentiment on 
this issue.
This chapter features a review of the literature 
which provides the basis for this study. The focus is 
on the mismatch between teaching and testing and other 
issues, including the "backwash effect", teaching to 
the test, and attitude measurement.
2.2 Mismatch and Relationship between Teaching and 
Testing
The prevailing view that both EFL teachers and 
students suffer the consequences of the mismatch 
between teaching and testing is confirmed by Davies
CHAPTER 2
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(1985). He notes that:
Change in language teaching must be possible, 
that is, there must be some way of responding 
to new ideas and demands. It is best if the 
change comes in through the syllabus and the 
examination and the teacher. If a choice has 
to be made among these in order to move 
quickly, then undoubtedly the test/ 
examination is the most sensitive; it is the 
most controllable, it acts overall, it is 
most difficult to ignore, it has most 
certainty in terms of its goals. The 
test/examination is a major and creative 
influence for change and development in 
language teaching. If there is a need to 
choose, then that is what should always 
change first, (p.7)
Communicative language teaching and communicative 
techniques, such as the use of authentic materials, 
real life situations, role-plays, games and information 
gap tasks, are in wide-spread use in many EFL 
classrooms. However, these changes in teaching 
objectives have not been reflected in EFL exams, and 
exams are considered by some to be disruptive of the 
communication process. To quote Widdowson (1977) 
"following the communicative approach, testing is not a 
normal activity. Imposing tests on learners, 
therefore, may have the effect of compromising the 
naturalness of behaviour which the communicative 
approach aims to promote" (cited in Rea, 1985, p.l7).
While some people may agree with this negative 
view of testing, many view testing as an inevitable 
part of the teaching and learning process. As Baker 
(1989) points out testing may be "... unnecessary.
inappropriate, misleading, harmful and unhelpful in a 
dozen different ways", although on the credit side 
"...teachers, learners and administrators all need 
information, motivation and reassurance from time to 
time and tests can provide this" (p.l06). Furthermore, 
teachers like to measure their students' progress. As 
Ingram (1968) notes "As long as there have been 
teachers they have wanted to know how much their 
students have learned" (p.ll). This also explains why 
the people in this field go to the trouble of devising, 
administering and marking, that is, imposing tests on 
learners.
When the relationship between teaching and testing 
breaks down, there is a disagreement on where to place 
the blame. According to Davies (1968) " the good test 
is an obedient servant since it follows and apes the 
teaching" (cited in Hughes, 1989, p.2). On the other 
hand, Hughes (1989) notes that the relationship between 
teaching and testing is that of a "partnership" (p.2).
While there may be disagreement on the nature of 
the teaching-testing relationship, most admit that 
there currently is a mismatch. With this idea in mind, 
several studies have been undertaken to bridge the gap 
between language tests and communication-oriented 
language programs. Most of these studies have set out 
to distinguish between "traditional" and
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"communicative" tests, or "performance" and
"competence" (Alderson, 1981; Holler, 1981; Morrow,
1981 and Weir, 1981). While it is suggested that "real
language tasks" be used (Hughes, 1981), communicative
EFL tests still have a tendency to be form-based rather
than meaning-based. However, Littlewood (1981)
suggests "the balance of focus between language forms
and meanings is of course a matter of degree, not an
all-or nothing affair" (p.l6). The focus of activity,
according to Littlewood, depends on how the learner
perceives the task. He explains:
In a cued dialogue activity, it is impossible 
to state whether an individual learner sees 
his purpose as being primarily a) to 
communicate meanings intelligibly b) to 
produce correct language or c) to do both in 
equal proportion. To a large extent, this 
will depend on how the teacher presents the 
activity and whether the learner expects his 
performance to be evaluated according to its 
communicative effectiveness, its grammatical 
accuracy, or both. (p.l6)
Despite what students think, teachers tend to 
emphasize grammatical accuracy and test students on 
matters of form, that is, accuracy in achievement 
tests. The same tendency is true for students as well. 
Though they commonly believe that "knowing a language" 
is "being able to speak it," students may ask the 
question "Why go to the trouble of dealing with 
communication tasks rather than grammar tasks, as we 
are not tested on these activities or speaking?"
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2.3 Studies on Backwash Effect
It can easily be said that this shift of focus
(from communicative effectiveness to matters of form)
is due to the "backwash" effect of tests. According to
Swain (1985) "washback or backwash refers to the effect
a test has on teaching practices" (p.43). Therefore,
whenever a mismatch between teaching and testing
exists, then, the backwash can affect the whole
teaching and learning process.
Backwash may be harmful or beneficial in nature.
Pearson (1988) provides an example of harmful backwash
by referring to the situation in Sri Lanka where pupils
and teachers tend to ignore the teaching and learning
of certain skills. A study on the Sri Lankan G. C. E.
Ordinary Level Examination showed that:
... the examination fails to recognize modest 
but still real levels of achievement (because 
it is too difficult), encourages many pupils 
and possibly some teachers to ignore writing 
(because a pass is still possible even when 
the writing section is not done), encourages 
teachers to focus upon matters of form rather 
than helping their learners to acquire 
communicative ability (because form is what 
the examination focuses upon), and 
discourages teachers from paying attention to 
the spoken language (because the examination 
ignores it). (p.l02)
To further support this example of harmful backwash, 
Hughes (1989) refers to what his French master had told 
the class, which was not to waste time for preparing 
the oral component of the General Certificate of
16
Education Examination, since the oral component carried 
little weight.
The views of Turkish teachers and students on 
testing issues sheds further light on the effects of 
harmful backwash. In one study Kaufman (1991)
examined the harmful backwash effect of tests in 
communicative language teaching. The study
investigated whether university and government- 
sponsored nationwide testing programs in Turkey exerted 
a negative backwash on communicative aspects of the 
English teaching curriculum. Some of the findings of 
the study were as follows: Kaufman noted that on the
issue of preparing students for tests, students more 
than teachers saw the need for more frequent practice 
of test items. Students felt that teachers should put 
more emphasis in their classes on preparing them for 
these tests. As Kaufman states, contrary to his 
expectations, students more than teachers favoured 
devoting class time for communicative activities. For 
language games, both teachers and students were equally 
positive. However, student interest in games declined 
significantly when it was suggested that the activities 
be given two weeks before the final exam. Under those 
circumstances, practice for the test took precedence 
over this type of non test-focused activity. Thus, the 
author concluded that a test has an increasingly
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negative backwash effect on instruction as the time for 
the test approaches.
However, backwash may also have a "beneficial" 
effect on teaching. Hughes (1989) notes that a good 
test can also make the instruction much better. When 
teachers perceive that students are tested on what is 
not taught, teachers will reconsider their teaching and 
include the missing points. Another example of
beneficial backwash can be the recent change in the 
TOEFL. Until recently the TOEFL consisted of only 
multiple choice questions. However, suggestions and 
complaints from teachers have encouraged the test 
makers to introduce a writing component in TOEFL.
In an attempt to achieve beneficial backwash, some 
writers have developed some test construction
guidelines. For example, Hughes (1989) provides a list 
of "testing do's." These are: test the abilities
whose development you want to encourage, sample widely 
and unpredictably, use direct testing, make testing 
criterion-referenced, base achievement tests on
objectives, ensure that the test is known and
understood by students and teachers, and where
necessary, provide assistance to teachers. Another 
approach in fostering positive backwash suggested by 
Swain (1985) is getting teachers involved in large 
scale test construction. In one communicative test for
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high school students in Canada, several principles of 
communicative language teaching were taken into 
consideration. These were: "start from somewhere,
concentrate on content, bias for best (do everything 
possible to elicit the learners' best performance) and 
work for backwash" (p.36). Swain reports that in 
devising a test called A Vous la Parole, working for 
backwash consisted of four steps: 1) teachers are
involved in devising the test, 2) a workshop was held 
to explain the test and its purposes, 3) teachers were 
asked to supervise the students being tested, and 4) 
teachers' reactions to the test and their perceptions 
of the students' reactions to it were examined. It was 
reported that the reactions were all positive with many 
suggestions made for revisions. Item four is of great 
importance since students' achievement on tests depends 
on their reactions and attitudes to either the test as 
a whole or to specific types of items used.
2.4 Teaching to the Test
Teaching to the test becomes an integral part of 
the teaching and testing process, when in the words of 
Herman (1990) "test results are thought to influence 
important decisions" (p.3). He defines testing as 
"high stakes." If both students and teachers believe 
a test to be important, obtaining success in the 
examinations dominates the whole teaching and learning
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process. In other words, both teaching methodologies
and activities are determined by the test content and
testing techniques. The time element is also
important. As the test time approaches, skills or
language items that are not tested are ignored both by
teachers and students. This brings up the issue of a
test's content validity and its relationship to harmful
backwash. Hughes (1989) states:
First, the greater a test's content validity, 
the more likely it is to be an accurate 
measure of what it is supposed to measure. A 
test in which major areas identified in the 
specification are under-presented or not 
presented at all is unlikely to be accurate. 
Secondly, such a test is likely to have a 
harmful backwash effect. Areas which are not 
tested are likely to become areas ignored in 
teaching and learning, (p.22)
In addition, specific tasks in a test can also be
viewed in terms of their content validity. Palmer and
Bachman (1981) explain:
If a test is designed to measure ability to 
speak a foreign language, yet requires the 
testee only to answer yes/no questions, one 
might doubt that this single task is 
representative of the sorts of tasks required 
in general conversation, which entails 
operations like greeting, leave taking, 
questioning, explaining, describing etc. The 
process of investigating content validity is 
basically a sampling process and requires a 
fairly complete description of the type of 
competence being tested. (p.l36)
The consequences of administering examinations 
lacking in content validity, according to Swain (1985), 
is that teachers will teach to the test; that is, if
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they know the content of a test and/or the format of a 
test, they will teach their students accordingly. 
Herman (1990) reports his findings about the influence 
of testing on teachers' instructional planning in the 
following way:
To some extent, elementary school teachers, 
whether serving high or low SES students, 
review the test ob,jectives and the content 
and skills covered in the tests; look at old 
and current tests to make sure their 
curriculum includes the test's content; and 
adjust their instructional plans based on 
their current students' most recent scores. 
(p.16)
While practising for tests may be advantageous in 
terms of motivating students, it is questionable 
whether teaching to the test actually helps students to 
learn the language better. The answers to this 
question are contradictory. In the words of Mehrens 
(1989) "depending on how it is done, teaching to the 
test can be either productive or counter productive" 
(p.2). It may be appropriate to spend time teaching to 
the test. However, teaching too closely to the test 
may lead to drawing misleading inferences from 
students' test scores.
Teaching to the test may be accomplished in two 
ways. Harris (1969) makes the distinction between the 
"coaching effect" and the "practice effect." The 
coaching effect, according to Harris, is "the effect on 
test scores of 'teaching to the test'" (p.l30).
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Teachers may teach to the test if they know that
success depends on training. The practice effect, on
the other hand, relates to improvement in test-taking
skills. Harris explains:
... we may expect subjects who are repeating 
a test (whether with the same or parallel 
forms) to score somewhat higher than they did 
the first time, even if their knowledge of 
the subject being tested has not itself 
increased. Test users must therefore make
allowance for 'practice effect' when
evaluating scores on 'progress' or 'exit' 
tests; slight improvements in such scores 
quite possibly represent improvement in test­
taking skills, not increased competence in 
subject matter skills. (p.l30)
Research on the advantages of coaching and
practice effects has produced mixed results. Bowen
(1977) found that the practice effect, that is, having
taken the previous form of the test, did not enhance
learning. Similarly, Kirn (1972) did not find any
great difference between those who received practice
sessions and those who did not. On the other hand,
Shulz (1977) found that practice on discrete point
items significantly increased performance in listening,
reading and writing, but not in speaking. Further,
learners who received communicative treatment
(coaching) did not perform better on communication
tasks. However, according to Harris (1969), the
coaching effect can be beneficial to students,
depending on the circumstances. He lists three such
instances:
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1. Whenever test results are crucial to the 
future careers of large numbers of 
individuals, we must expect coaching to take 
place....
2. Whether intensive coaching will improve a 
student's test scores or not depends in large 
part on the time interval between coaching 
and testing. If the student is tested within 
a few months after studying for the test, 
this score may well be affected to some 
degree. A long time lag, will tend to cancel 
out the effects of the training.
3. In places where the very mechanics of 
objective test-taking are generally 
unfamiliar to the population, some of the 
effects of coaching will simply be due to the 
student's becoming familiarized with the 
techniques. (Such coaching effect,which is 
really akin to practice effect, could be 
largely nullified by providing all applicants 
with a short practice test similar in all 
respects to the real test). (p.l31)
Another issue that goes hand in hand with teaching 
to the test is teaching "test-taking skills." 
Researchers say that test-taking skills should be 
taught in school. Jones and Ligón (1981) discuss 
teaching "testwiseness" skills in order to reduce error 
in test scores. Hillman, Bishop and Ebel (1965) define 
testwiseness as "a subject's capacity to utilize the 
characteristics and formats of the test and/or the 
test-taking situation to receive a high score". 
Testwiseness, they add, "is logically independent of 
the examinee's knowledge of the subject matter for 
which the items supposedly measure" (p.707). However, 
it is still not known whether the teaching of 
testwiseness skills reduce the predictive and 
diagnostic validity of test scores (Ginther, 1978 &
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Rudman, 1976 ) .
In general, testing can have beneficial effects
for both teachers and students if it is viewed as a
learning experience. In this regard teachers can use
the approach suggested by Higgins (1983):
...give lots of informal tests...In the 
informal situation of the class, convey the 
idea that tests can be fun, and that the 
results are interesting. As far as the 
results are concerned, notice any which
disappoint you, and try to see if they offer 
you any pointers towards ways of improving
your own teaching, (p.8)
2.5 Studies on Attitude Measurement
Since the purpose of this study is to measure 
students' attitudes towards test-focused and non test- 
focused activities, it is important to review research 
on attitude measurement. As Fein and Solomon (1990) 
note: "Thurstone was the first social scientist to work
with attitudinal measurement. He started the law of 
comparative judgement which provided a model for
collecting and analyzing these data" (p.3). Since 
Thurstone's time many studies on attitude have been 
carried out and since then different type of scales 
such as Likert-type scales, Guttman-type scales or 
checklists have been used. A definition of attitude 
measurement is provided by Shaw and Wright (1967), who 
state:
...attitude measure consists of the 
assessment of the individuals' responses to a 
set of situations. The set of situations is
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usually a set of statements about the 
attitude object, to which the individual 
responds with a set of specific categories 
such as agree or disagree, (cited in Oiler,
1979, p.107)
The relation between attitude and context is a 
common theme in the literature. Nisbet and Entwistle 
(1970) observe that "attitudes are always specific to a 
certain context" (p.l34) and hence attitude scales have 
to be developed by the researcher of that particular 
context.
Other studies related to attitude measurement have 
examined the relationship between positive or negative 
attitudes and students' achievement. To illustrate, 
Fein and Solomon (1990) studied the relationship 
between students' attitudes towards reading and their 
achievement in reading comprehension, but failed to 
find a significant association between the two. It was 
found that students' scores varied considerably. Some 
students with relatively high standardized test scores 
saw themselves as poor readers and some with low scores 
as good or very good readers. However, some other 
studies have shown that there is a significant 
relationship between the two. Haque (1990) carried out 
a study which examined the Bangladeshi high school 
students' motivational orientation and their 
achievement in English as a foreign language. It was 
found that achievement in English was facilitated by
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favourable attitudes towards learning the language.
Finally, studies have shown that attitudes may be 
influenced by the types of materials used in the 
classroom. Kienbaum et al. (1986) found that basically 
learners had a positive attitude to classroom 
instruction when it was based on authentic materials. 
However, they also found that an appreciable number of 
students still wanted materials associated with 
traditional language instruction; vocabulary lists, 
grammar review items and finite content and testing.
To conclude, with the introduction of 
communicative language learning, the mismatch between 
teaching and testing has brought up many issues. 
Firstly, though there is a lot of importance attached 
to oral skills especially to speaking in communicative 
language teaching, speaking is not tested. As a 
result, speaking remains a neglected skill both by 
teachers and students. Secondly, reading and writing 
are practised in class through communicative 
techniques. However, most of the time students are 
given discrete point tests or guided writing exams. 
There has been a flurry of interest on these issues. 
Some studies have focused on the issue that what is 
taught has to be evaluated (Bacon and Finneman, 1990). 
Some studies have attempted devising communicative 
language tests (Morrow, 1981 and Weir, 1981). Some
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other studies have concentrated on the backwash effect 
of tests (Hughes, 1989). Some others have touched upon 
the issue of teaching to the test (Harris, 1969). 
These studies are valuable attempts to address the 
issue of the mismatch between teaching and testing.
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CHAPTER 3 
METHODOLOGY
3.1 Introduction
The purpose of the present study was to
investigate students' attitudes when there is a 
mismatch between the teaching of oral communicative 
skills and testing in EFL instruction. The study, 
then, focused on the following question: Are EFL
students' attitudes towards test-focused and non test- 
focused activities influenced by the proximity of a 
test? And if so, how are these attitudes conditioned 
by the students' language proficiency levels? The 
study employed a student questionnaire to assess the 
effects of tests on students' attitudes.
3.2 Subjects
The study was conducted at the Middle East 
Technical University, Department of Basic English, at 
the intermediate level of instruction. At the
Department of Basic English students are given a 
placement test at the beginning of the academic year 
and then, grouped according to the results of this
test. Students are placed into "A group" (advanced), 
"B group" (intermediate) and "C group" (elementary) 
classes. Each class is composed of approximately 
twenty-five students.
For the purpose of the present study one of the B 
group classes (out of nineteen) was chosen using a
table of random numbers. The rationale behind 
selecting the intermediate level was that the B group 
program features a variety of activities to which 
students' attitudes could be measured. Students from 
the selected B group class were used as the subjects of 
the study. There were 23 students in the class. 
However, due to mortality factors only 20 subjects were 
used in the study. The age range of the subjects was 
17-19. Eleven of the subjects were females and nine 
were males. No specific attention was paid to the
proficiency level of the subjects. Thanks to the 
student grouping procedures at the Department of Basic 
English, the proficiency level of the subjects was 
already controlled. As a regular procedure, classes 
were reshuffled in the second semester and students 
were randomly assigned to the B group classes, which 
had a class average of 70. The class selected for the 
present study was composed of students whose first 
semester grade range was 50-89, which also had a class 
average of 70.
3.3 Materials
Materials used in the present study included an 
attitude questionnaire (devised by the researcher) and 
test-focused and non-test focused activities.
3.3.1 Attitude Questionnaire
An attitude questionnaire consisting of eight
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items was developed by the researcher (see Appendix). 
Though several attitude questionnaires exist in the 
literature, none could be found which served the 
purposes of this study. This confirmed the experience 
of Nisbet and Entwistle (1970) that "since attitudes 
tend to be specific rather than general, the research 
worker is often faced with the problem of developing 
his own scale" (p.l25).
The questionnaire, written in Turkish, had three 
components. The first component asked about students' 
background (sex, age, proficiency level, first semester 
grade average, etc.). The second component provided 
the instructions on how to answer the questionnaire. 
The third component dealt with eight different items 
measuring students' attitudes towards test-focused and 
non test-focused activities. A four-point Likert 
scale, in which there were "strongly agree", "agree", 
"disagree" and "strongly disagree" options, was used. 
Following each item, subjects were also asked the 
reason for choosing that particular option (i.e., a 
"why" question was asked).
Before being used, the first draft of the 
questionnaire (Turkish version) was pre-tested on a 
pilot group similar to the sample to be used as 
subjects. The pilot study was carried out at Bilkent 
University with 20 intermediate level students. The
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questionnaire consisted of a total of six items and was 
distributed after a role-play activity. After the 
pilot study, two more items (items 7 & 8) were added.
Then, the Turkish version of the questionnaire was 
used .
3.3.2 Test-Focused and Non Test-Focused Activities
For the purpose of the present study, test-focused 
activities refer to grammar exercises and practice 
tests and non test-focused activities refer to
communication and discussion activities (for the
detailed definitions, see 1.3.3).
Both types of activities were chosen jointly by 
the researcher and the class instructor. Both test- 
focused and non test-focused activities were selected 
from the course book, supplementary exercise books or 
materials which had been used previously in the B group 
programs.
The first test-focused activity was on modals 
(must■ can(n't) . could(n ^ t). might(not)). In the 
activity the grammar structures were presented and 
practice exercises on these were done. The activity
was taken from the Ex.exgisg___BûüIî__fjix__Develop-in^
Strategies (1989, pp.131-139) which was compiled by 
the Department of Basic English as a supplement of the 
course book Developing Strategies (1986) by Abbs and 
Freebairn. The second test-focused activity was on
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conditional sentences. To carry out the activity, the
teacher used Grammar Supplementary Material___and.
Exercises (1987, pp.114-121) which was compiled by the 
Department of Basic English. The activity consisted of 
the situations, explanations and relevant exercises on 
conditional sentences. The third test-focused activity 
was on passives and sequence words used in writing 
process descriptions. The activity was a description 
of how biscuits are made and the grammatical focus was 
on sequence words, such as firstly, secondly, then, 
afterwards etc. The teacher used Developing Strategies 
by Abbs & Freebairn (1986, p.lll). The fourth test- 
focused activity was a practice test. It was a 
preparation for the progress test (Midterm. 1991) which
the subjects were to take after the four week period.
As for the non test-focused activities, there were 
four of them. The first was an oral discussion 
activity adapted from Forum (Williams, 1984, p.l5).
The class instructor told the story "The Parable". 
First, in pairs subjects ranked the characters from the 
worst to the best. Then, as a whole class the
characters in the story were discussed. The activity 
was a free discussion of ideas about the story. The 
second non test-focused activity was a game called "Who 
is the murderer?" which the subjects played in groups 
("The Element of Fun," 1992). During the activity,
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subjects were first asked to discuss a story in groups. 
Then, as a group they were asked to write the whole 
story. The third non test-focused activity was also a 
game called "The Game of Life" from Developing 
Strategies by Abbs and Freebairn (1986, pp.114-115). 
This game was played in groups of four and each group 
member was given a new identity. First, the subjects 
talked about their new identities and then wrote about 
the events in their lives. The fourth non test-focused 
activity was a TV program that the subjects produced. 
It was carried out in six groups and included an 
interview with a famous writer and discussions of new 
films and problem letters provided by the book. The 
activity was also adapted from Developing Strategies 
(1986, pp.119-121).
3.4 Data Collection Procedures
Data collection started at the beginning of the 
second semester and took place during the four week 
period before the subjects took the periodical progress 
test, the midterm. Data collection consisted of 
administering a student attitude questionnaire after 
each activity. The questionnaires were administered 
every week during the four week period.
At the beginning of the second semester, 
arrangements were made with the class instructor of the 
B group selected for the study. During the first week
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subjects were given activities of two types: one non
test- focused and one test-focused activity. The first 
non test-focused activity was the oral discussion and 
was done in class by the class instructor. Immediately 
after the activity the attitude questionnaire was 
administered. The next day, the test-focused activity, 
the presentation and practice of modals, was done and 
the attitude questionnaire was administered after the 
activity. In each administration of the questionnaire, 
the subjects were given directions to answer the 
questionnaire regarding the activity done in the 
previous hour in class. During the second week 
subjects were again given activities of two types. The 
non test-focused activity was a game which practised 
modals and was followed by the attitude questionnaire. 
The next day subjects practised conditional sentences 
and the attitude questionnaire was once more 
administered.
The third week "The Game of Life" was played in 
class. Then the attitude questionnaire was
administered. The next day the test-focused activity 
on the passive voice and explaining processes was 
given and the attitude questionnaire was distributed 
immediately after this activity.
During the fourth week, that is, a few days before 
the midterm, first the non test-focused activity was
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employed. The activity was to make up a TV program
which included interviews with different people, role- 
plays and discussions. Immediately after the activity 
students were asked to answer the attitude
questionnaire. This was three days before the midterm. 
The next day, two days before the midterm, students 
were given a practice test, which was one of the 
midterms from the previous years ('Midterm 5. 1991).
3.5 Variables
3.5.1 Dependent Variable
The dependent variable was students' attitudes as 
measured by questionnaires administered immediately 
after the test-focused and non test-focused activities.
3.5.2 Independent Variables
The proximity of the midterm and type of 
activity, test-focused versus non-test focused, were 
the independent variables in this study. For the 
purpose of the present study, proximity of the midterm 
referred to the time intervals during the four week 
period before the midterm.
3.5.3 Moderator Variable
The moderator variable was the proficiency level 
of students as determined by their first semester grade 
averages. (For the detailed definitions, see section 
1 . 3 . 3 )
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3.6 Hypotheses
The null hypothesis: There is no relationship
between students' attitudes towards non-test focused 
and test-focused activities and the proximity of a 
test.
Experimental hypothesis 1: Students will
demonstrate a more negative attitude towards non test- 
focused activities as the test time approaches.
Experimental hypothesis 2: Students will
demonstrate a more positive attitude towards test- 
focused activities as the test time approaches.
Experimental hypothesis 3: Students' attitudes are 
modified by their proficiency level; that is, students 
with a high proficiency level will demonstrate more 
positive attitudes towards non test-focused activities 
than those who have a low proficiency level.
3.7 Analytical Procedures
Upon finishing the data collection, the items in 
the questionnaire were analyzed. Scoring the Likert 
scale involved assigning values from 1 to 4. The 
values on the scale were as follows: Strongly Agree=4, 
Agree:=3, Disagree = 2, Strongly Disagree=l. Item scores 
were averaged to obtain mean values of attitudes 
towards test-focused and non test-focused activities. 
In order to test the first hypothesis a t-test was 
computed which tested the effect of proximity to the
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test on students'attitudes towards non test-focused 
activities. Then, in order to test the second
hypothesis another t-test was run which tested the 
effect of proximity to the test on students' attitudes 
towards test-focused activities. Then, in order to 
test the effect of the two independent variables, type 
of activity - test-focused versus non test-focused and 
the proximity of the test, a 2-way analysis of variance 
was used. It was hypothesized that there would be a 
significant relationship between these main effects as 
the time of the test approaohed. It was also
hypothesized that there would be significant
differences in attitudes between students at different 
proficiency levels as the time of the test approached.
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CHAPTER 4 
RESULTS
4.1 Overview of the Study
This research set out to investigate whether 
students' attitudes change towards two types of 
activities, test-focused and non test-focused, as the 
test time approaches. In order to explore this
research question, three hypotheses were made. The 
first hypothesis is: Students have more negative
attitudes towards non test-focused activities as the 
test time approaches. The second hypothesis is:
Students have more positive attitudes towards test- 
focused activities as the test time approaches. The 
third hypothesis is: Students' attitudes are modified 
by their proficiency level; that is, high proficiency 
level students have more positive attitudes towards non 
test-focused activities than those at a low proficiency 
level.
In order to test these hypotheses, twenty students 
at the Department of Basic English at METU were given 
questionnaires immediately after the test-focused and 
non test-focused activities were done in class. The 
questionnaires were spaced out during the semester at 
weekly intervals and then the students were given the 
progress test called "the midterm". The questionnaire 
consisted of several questions concerning the
background information about students and eight items 
gauging their attitudes with a "why” question following 
each item.
This chapter presents the analysis of the data 
which was done both descriptively and quantitatively. 
First, subjects' questionnaire responses are presented. 
Then, findings on the relationships between different 
variables that were obtained using the t-test and 2-way 
analysis of variance are reported. Although the data 
were analyzed using four categories, for the sake of 
readability, subjects' responses to the items are 
collapsed into two categories; "agree" and "disagree", 
referring to both agree and strongly agree and disagree 
and strongly disagree, respectively. As for the 
responses of the subjects to the "why" question, as 
there are some overlaps and subjects have given the 
same responses to certain items, an overview of these 
responses is presented following each item.
4.2 Questionnaire Findings on Hypothesis 1
The first hypothesis made was: Students will 
demonstrate more negative attitudes towards non test- 
focused activities as the test time approaches.
Table 4.1 shows the responses of the subjects on 
Item 1 of the questionnaire (I think this activity is 
useful) administered the first and fourth week
immediately after the non test-focused activity.
39
40
Table 4.1
Frequency and Percentage of Responses on Item 1 
for the Non Test-Focused Activities Given 
the First and Fourth Week
4 3 2 1>K
1. I think this activity is useful.
First Week 13 6 1 0
(65%) (30%) (5%)
Fourth Week 5 10 5 0
(25%) (50%) (25%)
H<Note: 4 = strongly agree, 3=agree, 2=d isagree
l=strongly disagree.
As the responses on Item 1 illustrate, an
overwhelming majority of subjects (95%) agreed with 
this view the first week. However, the fourth week 
although 75% of the subjects still agreed with this 
item, the remaining 25% disagreed. An overview of the 
responses subjects gave to the "why" question following 
the item the first week is as follows: "This activity 
let us practice English." "It is useful because it 
helped us to use daily life English." "It revealed 
what we know." "Things learned in this way are 
unlikely to be forgotten." "It enlarged our
imagination." "This activity created a different 
atmosphere in class." As for the responses received 
the fourth week, those who agreed with this item stated 
that "It encouraged us to speak, but also we used our 
grammar knowledge." On the other hand, those who 
disagreed expressed that "In our group we spoke Turkish 
among ourselves." "This was just a review." "On the
exams we are not asked such things."
Table 4.2 shows the responses of the subjects on 
Item 2 of the questionnaire (I think this activity is 
interesting) administered the first and fourth week 
immediately after the non test-focused activity.
Table 4.2
Frequency and Percentage of Responses on Item 2 
for the Non Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1*
2. I think this activity is interesting.
First Week 10 10 0 0
(50%) (50%)
Fourth Week 3 11 5 1
( 15%) (55%) (25%) (5%)
:+^ Note: 4 = strongly agree, 3=agree, 2=:disagree
l^strongly disagree.
As the responses on Item 2 show, although all 20 
subjects agreed the first week that this activity was 
"interesting" by the fourth week only 70% of the 
subjects agreed with this view. The reasons the
subjects gave for their agreement the first week are as 
follows: "It was fun and led us to think." “It not 
only enabled us to speak but also it was enjoyable." 
"It is boring when the teacher and class stick to the 
book." "It increased participation and interest
towards the lesson and the teacher." The reasons 
received from the subjects for their agreement the 
fourth week are: “It was interesting because while
speaking English we even made jokes." "It made the
lesson bearable." "We learned new words." On the 
other hand, the subjects expressed their reasons for 
disagreement in the following way: "We did such
activities before, this is just a repetition."
Table 4.3 illustrates the responses of the 
subjects on Item 3 of the questionnaire (I think this 
activity is valuable for learning English) administered 
the first and fourth week immediately after the non 
test-focused activity.
Table 4.3
Frequency and Percentage of Responses on Item 3 
for the Non Test-Focused Activities Given 
the First and Fourth Week
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4 3 2
3. I think this activity is valuable for learn ini
English.
First Week 7 10 3 0
(35%) (50%) ( 15%)
Fourth Week 2 8 9 1
( 10%) (40%) (45%) (5%)
:<<Note: 4 = strongly agree, 3 = agree, 2=disagree,
l=strongly disagree.
The subjects' responses on Item 3 reveal that the 
majority of subjects (85%) agreed with this item the 
first week, and typical remarks included: "Everything
done in English is valuable." "It may not be as useful 
as the text book, yet, it did not bore us." "What is 
important is not only learning English but also being 
able to speak out our thoughts in English." "The 
activity showed that there can be le.sson.s without 
grammar." "Normally we do not have a chance to ask
questions." The remaining 15% disagreed with this 
view, expressing the following: "We did not learn new 
things." "This activity may be useful but only for 
speaking." However, by the fourth week the subjects 
showed different attitudes towards the activity. Fifty 
percent of the subjects agreed with this view reporting 
the following: "It improved our speaking skill." "New
words are more likely to be remembered in this way." 
The remaining 50% disagreed with this view stating: 
"Writing and grammar are more valuable than speaking." 
"In theory it may be valuable but in practice it is 
not." "We did not gain much through this activity; 
this was just an exercise."
Table 4.4 illustrates the responses of the 
subjects on Item 4 of the questionnaire (I think this 
activity is valuable for getting a good grade in this 
course.) administered the first and fourth week 
immediately after the non test-focused activity.
Table 4.4
Frequency and Percentage of Responses on Item 4 
for the Non Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1*
4. I think this activity is valuable for getting a good
grade in this course. 
First Week 1 12 5 2
(5%) (60%) (25%) (10%)
Fourth Week 0 0 7 13
(35%) (65%)
=<<Note: 4 = strongly agree, 3=agree, 2=d isagree,
l=strongly disagree.
While most of the subjects (65%) agreed with Item 
4 the first week, all 20 subjects disagreed with it the 
fourth week. As for the responses of the subjects to 
the "why" question following the item, those who agreed 
the first week stated: "Although it is speaking, it
still provides exercise in English especially in 
vocabulary." The subjects who disagreed reported: "On
the exam we are asked grammar not speaking." “I can 
get good grades without doing this activity." The 
subjects expressed their reasons for the 100% 
disagreement the fourth week in the following way: 
"This activity has nothing to do with the exam." "We 
are never asked to speak in the exam."
Table 4.5 illustrates the responses of the 
subjects on Item 5 of the questionnaire (I would like 
to do this activity again) administered the first and 
fourth week immediately after the non test-focused 
activity.
Table 4.5
Frequency and Percentage of Responses on Item 5 
for the Non Test-Focused Activities Given 
the First and Fourth Week
44
4 3 2 1*^
5. I would like to do 
First Week 13
this activity again. 
5 1 1
(65%) (25%) (5%) (5%)
Fourth Week 0 6 9 5
(30%) (45%) (25%)
*Note: 4=strongly agree, 3=agree, 2=disagree
l^strongly disagree.
An overwhelming majority of subjects (90%) stated 
that they would like to do the activity again the first 
week. However, by the fourth week many of their 
positive attitudes towards non-test focused activities 
were replaced by negative ones (70% disagreed) as the 
test time approached, that is, two days before the 
exam. The subjects' reasons for their agreement the 
first week are: "It was fun." "We had the chance to
speak English, not the teacher." "We did not stick to 
the book." On the other hand, the subjects who
disagreed with this view the fourth week expressed 
their reasons in the following way: "We could do more
useful things." "This was a waste of time."
Table 4.6 illustrates the responses of the
subjects on Item 6 of the questionnaire (I think this 
is a good time during the semester for this type of
activity) administered the first and fourth week
immediately after the non test-focused activity.
Table 4.6
Frequency and Percentage of Responses on Item 6 
for the Non Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 l=t
6. I think this is a 
this type of activity
good time during the semester for
First Week 6
(30%)
11
(55%)
3
( 15%)
0
Fourth Week 1 3 9 7
(5%) (15%) (45%) (35%)
>KNote: 4 
l^strongly
=strongly
disagree.
agree, 3=agree, 2=d isagree,
Subjects' responses show that they had positive 
attitudes towards the non test-focused activity given 
the first week. Eighty-five percent of the subjects 
agreed with item 6. On the other hand, by the fourth 
week most of the subjects (80%) disagreed with this 
view. In response to the "why" question following the 
item the first week, the subjects reported: "As this is 
the beginning of the semester, this is the relaxed 
period before the exam." "This is the period we are 
not busy studying for the exams." As for the responses 
received on the "why" question the fourth week, the 
subjects expressed their disagreement stating: "This 
activity was unnecessary before the midterm." "It 
would have been much better, had it been done at the 
beginning of the semester." On the other hand, the 
remaining 20% agreed stating: "Such activities have to 
be done all the time." "Just before the midterm it is 
good to have such activities, it created a relaxed 
atmosphere in class."
Table 4.7 illustrates the responses of the 
subjects on Item 7 of the questionnaire (I think this 
activity is easy) administered the first and fourth 
week immediately after the non test-focused activity.
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Table 4.7
Frequency and Percentage of Responses on Item 7 
for the Non Test-Focused Activities Given 
the First and Fourth Week
4 3 2 1*
7. I think this activity 
First Week 4
is easy. 
8 7 1
(20%) (40%) (35%) (5%)
Fourth Week 1 9 10 0
(5%) (45%) (50%)
*Note: 4=strongly agree, 3=agree, 2=disagree,
l=strongly disagree.
The first week subjects' responses show that 60% 
of them found this activity easy, while the remaining 
40% did not. On the other hand, attitudes towards Item 
7 were divided the fourth week, as half of the subjects 
agreed and the other half disagreed with this view. 
The reasons the subjects gave for their agreement the 
first week as follows; "It was easy because it was 
fun." "As it was not boring it became easier." 
However, those who disagreed stated that "It was not 
easy because it was full of words we did not know." On 
the other hand, by the fourth week those who agreed 
stated: "As the activity was interesting I did not find 
it difficult." "It did not require much involvement." 
But those who disagreed reported that "While doing the 
activity I had to think a lot." "It is difficult to 
speak in front of people."
Table 4.8 illustrates the responses of the 
subjects on Item 8 of the questionnaire (I really got
involved in this activity) administered the first and 
fourth week immediately after the non test-focused 
activity.
Table 4.8
Frequency and Percentage of Responses on Item 8 
for the Non-Test Focused Activities Given 
the First and Fourth Week
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4 3 2 1^
8. I really got involved in the activity.
First Week 7 10 3 0
(35%) (50%) (15%)
Fourth Week 0 1 12 7
(5%) (60%) (35%)
H^ Note: 4 = strongly agree, 
l^strongly disagree.
3=agree, 2=disagree,
As the responses on Item 8 show, the majority of
the subjects (85%) agreed with this view the first 
week. However, by the fourth week many of the positive 
attitudes were replaced by negative ones as only 5% of 
the subjects agreed and the remaining 95% disagreed. 
The reasons the subjects gave for their agreement the 
first week are as follows: "I really got involved in 
the activity because I was part of it." "It made me 
think." "I did it with friends as a group we worked 
hard." "It made learning English enjoyable." However, 
the remaining 15% who disagreed stated that "It was fun 
so there was no need to get involved." As for the 
responses received from the subjects on the "why" 
question the fourth week, the subjects reported that 
"We had done such activities before." "I was bored so
I did not want to do this activity."
4.2.1 Statistical Findings on Hypothesis 1
Table 4.9 shows the mean values of students' 
attitudes towards the non test-focused activities given 
the first week and the fourth week.
Table 4.9
Mean Values of Attitudes towards Non Test-Focused 
Activities by Proximity of Test
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NTFAl* NTFA4^ >K
M 25.21 17.79
s 3.34 2.27
Tobs = 8.01^**
N = 20
>«NTFA1= Non-test focused activity given first week
>K*NTFA4= Non-test focused activity given fourth week
^*^p<.001
When the responses of the subjects to the 
questionnaires were analyzed, it was found that there 
is a significant difference between the mean values of 
the attitude scores obtained the first week and those 
obtained the fourth week. The mean value of the 
attitude scores received from 20 students the first 
week is 25.21. However, the mean value of the attitude 
scores received the fourth week from the same 20 
students is 17.79. A t-test was run and the observed t 
value was 8.01. The difference between the mean values 
is significant at the .001 probability level, that is, 
there was a probability of 1/1000 that this difference 
occurred by chance alone. Therefore, the null
hypothesis of no difference between students' attitudes 
towards non test-focused activities in relation to 
proximity of a test is rejected.
4.3 Questionnaire Findings on Hypothesis 2
The second hypothesis made was: Students will 
demonstrate more positive attitudes towards test- 
focused activities as the test time approaches.
Table 4.10 illustrates the responses of the 
subjects on Item 1 of the questionnaire (I think this 
activity is useful) administered the first and fourth 
week immediately after the test-focused activity.
Table 4.10
Frequency and Percentage of Responses on Item 1 
for the Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1*
1. I think this activity is useful.
First Week 3 14 1 2
(15%) (70%) (5%) (10%)
Fourth Week 17 3 0 0
(85%) ( 15%)
5)<Note: 4 = strongly agree, 3=agree, 2=disagree
l=strongly disagree.
As the responses on Item 1 show while 85% of the 
subjects agreed with this view the first week, all 
twenty subjects agreed the fourth week. The responses 
of the subjects to the "why" question the first week 
are as follows: "Learning English requires repetition
all the time." "Through such activities we learn our 
mistakes." "This activity helped us to improve our
grammar." Similarly, the responses received from the 
subjects the fourth week on the "why" question are: 
"Such activities are more useful when done in class 
rather than as homework." "It is useful to do practice 
tests." "We learn different types of questions." "In 
this way I make up for the structures that I do not 
know."
Table 4.11 illustrates the responses of the 
subjects on Item 2 of the questionnaire (I think this 
activity is interesting) administered the first and 
fourth week immediately after the test-focused 
activity.
Table 4.11
Frequency and Percentage of Responses on Item 2 
for the Test-Focused Activities Given 
the first and Fourth Week
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4 3 2 1*^
2. I think this activity is intcresting.
First Week 0 4 11 5
(20%) (55%) (25%)
Fourth Week 0 1 9 10
(5%) (45%) (50%)
>«Note: 4=strongly ag;ree, 3=agree , 2=disagree,
1=strongly disagree.
The subjects' responses on I tern 2 reveal that the
maj ority of the subj ects (80%) disagreed with this view
the first week. However, by the fourth week 95% of the
subj ects disagreed with this view. The first week
those who disagreed stated that "All the lessons are 
boring." "It was only related to this subject.”
"Because there were many subjects involved." 
Similarly, by the fourth week those who disagreed 
reported that "We had to think a lot to find the right 
answers." "This dealt with grammar only."
Table 4.12 illustrates the responses of the 
subjects on Item 3 of the questionnaire (I think this 
activity is valuable for learning English) administered 
the first and fourth week immediately after the test- 
focused activity.
Table 4.12
Frequency and Percentage of Responses on Item 3 
for the Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1*
3. I think this activity is valuable for learning
English. 
First Week 3 11 4 2
(15%) (55%) (20%) (10%)
Fourth Week 16 1 3 0
(80%) (5%) (15%)
H<Note: 4 =strongly agree, 3=agree, 2=d isagree,
l=strongIy disagree.
The responses on Item 3 show that 70% of the 
subjects agreed with this view the first week, while 
the remaining 30% disagreed. However, by the fourth 
week although 15% of the subjects disagreed, the 
majority of the subjects (85%) agreed with this 
statement. Those who agreed the first week expressed 
their reasons for agreement in the following way: "We
can find out about our mistakes." "Grammar is the 
basis of English." "This provided a revision of what
we know." However, those who disagreed stated: "Rules 
are not enough to learn English." "Instead of so many 
rules we should learn how to speak English." As for 
the reasons the subjects gave for their agreement the 
fourth week, they reported that repetition is useful to 
learn English.
Table 4.13 illustrates the responses of the 
subjects on Item 4 of the questionnaire (I think this
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activi,ty is useful for getting a good grade in this
course0 administered the first and fourth week
immed iate ly after the test-focused activi,ty.
Table 4.13
Frequency and Percentage of Responses; on Item 4
for the Test-Focused Activities Given
the First and Fourth Week
4 3 2
4. I think this activity is useful for getting a good
grade in this course.
First Week 7 9 3 1
(35%) (45%) (15%) (5%)
Fourth Week 17 3 0 0
(85%) (15%)
=t:Note: 4-strongly agree, 3=agree, 2=d isagree,
l=strongly disagree.
As the responses on Item 4 show, while only 20% of 
the subjects disagreed with this view the first week, 
the remaining 80% agreed. On the other hand, by the 
fourth week all 20 subjects agreed with this item. An 
overview of the responses the subjects gave to the 
"why" question following the item the fourth week is: 
"In this way I learn why I make mistakes." "Exam
questions have the same format." "The basis of the 
exams is grammar." The remaining 20% who disagreed 
reported that "We are asked much more difficult 
questions on the exams, these are easy." As for the 
reasons received fcrm the subjects for their full 
agreement the fourth week, they expressed that "One who 
is successful in this activity can succeed in the exam 
as well." "In this way we are prepared for the 
questions in the exam."
Table 4.14 illustrates the responses of the 
subjects on Item 5 of the questionnaire (I would like 
to do this activity again) administered the first and 
fourth week immediately after the test-focused 
activity.
Table 4.14
Frequency and Percentage of Responses on Item 5 
for the Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1>K'
5. I would like to do 
First Week 1
this activity again. 
9 5 5
(5%) (45%) (25%) (25%)
Fourth Week 12 6 1 1
(60%) (30%) (5%) (5%)
H<Note: 4 = strongly agree, 3=agree, 2=d isagree
l^strongly disagree.
Subjects' responses show that while 50% stated 
that they would like to do the activity again, the 
remaining 50% disagreed with this view the first week. 
However, the fourth week an overwhelming majority of
the subjects (90%) agreed with this view, while only 
10% disagreed. Those who disagreed the first week 
expressed their reasons in the following way: "Rather 
than answering the questions, we should be using daily 
life English through conversations." Those who agreed 
the first week reported their reasons as follows: "This
is how we learn grammar." "Practice is very important 
while learning a language." Similarly, the reason 
subjects gave for their agreement the fourth week is: 
"Before the exam, it is very useful."
Table 4.15 illustrates the responses of the 
subjects on Item 6 of the questionnaire (This is a good 
time during the semester for this kind of activity) 
administered the first and fourth week immediately 
after the test-focused activity.
Table 4.15
Frequency and Percentage of Responses on Item 6 
for the Test-Focused Activities Given 
the First and Fourth Week
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4 3 2 1*
6. This is a good time during the semester for this
kind of activity. 
First Week 3 10 3 4
( 15%) (50%) (15%) (20%)
Fourth Week 15 5
(75%) (25%)
*Note: 4=strongly agree. 3=agree, 2=d isagree,
l=strongly disagree.
As the responses on I tern 6 show, the first week
although 65% of the subjects agreed with this view, the
remaining 35% disagreed. On the other hand, by the
fourth week all twenty subjects fully agreed with this 
statement. The reasons received from the subjects for 
their disagreement the first week are: "Such activities
can be done in the following weeks so that we can 
remember them." "It should have been done just before 
the exam." Those who agreed the first week expressed 
that "This activity is related to the unit in the book, 
so it is a preparation for the subject." As for the 
reasons received for the full agreement the fourth 
week, the subjects stated that "It is good that we are 
doing such activities before the exam." "This activity 
really helped me just before the exam."
Table 4.16 illustrates the responses of the 
subjects on Item 7 of the questionnaire (I think this 
activity is easy) administered the first and fourth 
week immediately after the test-focused activity.
Table 4.16
Frequency and Percentage of Responses on Item 7 
for the Test-Focused Activities Given 
the First and Fourth Week
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4 3 2
7. I think this activity is easy. 
First Week 8 9 2 1
(40%) (45%) (10%) (5%)
Fourth Week 2 7 6 5
(10%) (35%) (30%) (25%
:+:Note: 4 = strongly agree, 3=agree, 2=d isagree
l=strongly disagree.
The responses on Item 7 show that 85% of the 
subjects agreed that the activity is easy, while the
remaining 15% disagreed the first week. However, by 
the fourth week although 45% of the subjects agreed
with this view, the majority of the subjects (55%)
disagreed with this statement. The reasons received 
from the subjects for their agreement the first week 
are: "These are very easy and lead us to memorize
rather than to learn." "We do not add our own ideas,
we Just do them in the way it is in the example." The 
reasons received from the subjects for their agreement 
the fourth week are: "Multiple choice questions are
easy to answer." However, those who disagreed stated 
that "the questions are difficult and put pressure on 
us. "
Table 4.17 illustrates the responses of the 
subjects on Item 8 of the questionnaire (I really got 
involved in the activity) administered the first and 
fourth week immediately after the test-focused 
activity.
Table 4.17
Frequency and Percentage of Responses on Item 8 
on the Test-Focused Activities Given 
the First and Fourth Week
4 3 2
8. I really got involved in the activity.
First Week 0 5 11 4
(25%) (55%) (20%)
Fourth Week 9 10 1 0
(45%) (50%) (5%)
*Note: 4=strongly agree,
l=strongly disagree.
3=agree, 2=disagree,
In response to Item 8, while 25% of the subjects 
stated that they agreed, the majority of the subjects 
(75%) disagreed with this view the first week. On the 
other hand, by the fourth week 95% of the subjects 
agreed with this item and only 5% disagreed. The 
responses subjects gave for their disagreement the 
first week are: "I am bored because we always do such 
things." "It may be necessary but not interesting." 
As for the responses received from the subjects for 
their agreement the fourth week, they are: "Because I
had to." "I have to get a good grade in the exam."
4.3.1 Statistical Findings on Hypothesis 2
Table 4.18 shows the mean values of students' 
attitudes towards the test-focused activities given the 
first and fourth week.
Table 4.18
Mean Values of Attitudes towards Test-Focused 
Activities by Proximity of Test
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TFA1><' TFA4*>t
M 20.84 25.53
s 3.34 2.27
Tobs 4.79
N = 20
*TFA1= Test-focused activity given the first week
*:+:TFA4= Test-focused activity given the fourth week
001
The analysis of the subjects' responses to the 
questionnaires revealed that there is a significant
difference between the mean values of the attitude 
scores obtained the first week and those obtained the 
fourth week. The mean value of the attitude scores 
received from twenty students the first week is 20.84 
while that obtained from the same twenty subjects the 
fourth week is 25.53. A t-test was run and the 
observed t-value was 4.79, which is significant at the 
.001 level. Thus, the null hypothesis of no change in 
students' attitudes towards test-focused activities in 
relation to proximity of test is rejected.
4.4 Questionnaire Findings on Hypothesis 3
The third hypothesis made was: Students' attitudes 
are modified by their proficiency level; that is, 
students with a high proficiency level will demonstrate 
more positive attitudes towards non test-focused 
activities than those who have a low proficiency level.
To test this hypothesis, subjects were put into 
two categories: "high level students" and "low level 
students" referring to the students who have a first 
semester class average above 70 and those who have an 
average below 70, respectively.
Table 4.19 shows the mean values of attitude 
scores of high and low level subjects assessed by the 
questionnaires administered the first and fourth week.
59
Table 4.19
Mean Values of Questionnaire Responses for Non Test- 
Focused Activities Given the First and Fourth Week by 
High and Low Level Students
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NTFAl^ t NTFA4^*
High level students 
Low level students
25.5
25.13
18.6
17.38
^NTFA1= Non test-focused activity given the first week 
>t:;(iNTFA= Non test-focused activity given the fourth week
The mean value of the attitude scores received 
from high level students the first week is 25.5, and 
the mean value the fourth week is 18.6. The mean value 
of the attitude scores received from low level students 
the first week is 25.13 and 17.38 for the fourth week.
4.4.1 Statistical Findings on Hypothesis 3
The significance of the means obtained from the 
questionnaires administered the first and fourth week 
was examined by computing a 2-way analysis of variance. 
Table 4.20 reports the summary of the 2-way analysis of 
variance.
Table 4.20
Summary of the 2-way ANOVA
Source of variation SS df MSQ F Sig .of F
Main Effects 558.775 2 279.388 36.180 .000
T ime 555.025 1 555.025 71.874 .000
Level 3.750 1 3.750 .486 .4902-way Interactions .600 1 .600 .078 .782
Time X Level .600 1 .600 .078 . 782
Explained 559.375 3 186.458 24.146 ,000
Residual 278.000 36 7.722
Total 837.375 39 21.471
As Table 4.20 illustrates, the attitude change for 
the main effect of timing was significant at the .001 
level (F= 71.874). However, the difference in
attitudes between students at different proficiency 
levels was not statistically significant (F= .486).
Therefore, the directional hypothesis of a significant 
difference between students' attitudes towards non 
te.st-focused activities in relation to their 
proficiency level is rejected and the null hypothesis 
is accepted .
4.5 Discussion of Results
The results of the study show that students' 
attitudes towards different types of instructional 
activities are modified by the proximity of a test. It 
was observed that the nearer the exam day is, the more 
negative attitudes students have towards non test- 
focused activities. Figure 4.1 shows there was a 
change in the subjects' attitudes towards the non test- 
focused activities given the first and fourth week.
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Figure 4.1
Mean Values of Attitude Scores Obtained the First and 
Fourth Week towards Non Test-Focused Activities
Weeks
Proximity of the midterm was hypothesized as the 
main source of this change of attitudes. Although the 
subjects favoured the non test-focused activities four 
weeks before the exam, such activities lost favour as 
the exam time approached.
It has also been observed that the nearer the exam 
day is, the more positive attitudes students have 
towards test-focused activities.. Figure 4.2 provides 
an illustration of the attitudes towards test-focused 
activities depending on the proximity of the test.
63
Figure 4.2
Mean Values of Attitude Scores Obtained the First and 
Fourth Week towards Test-Focused Activities
Scores
Weeks
As Figure 4.2 illustrates, although the subjects 
did not demonstrate positive views towards the test- 
focused activity done in class the first week, they 
favoured devoting class time to these activities the 
fourth week of class.
To what extent students' attitudes towards non
test-focused activities are modified by their
prof ic iency level was aIso in.vest igated However,
although such a relationship was observed , it is not
statistically signif icant to reject the nul 1 hypothesis
"There is no relationship between students' attitudes
towards non test-focused activities and their
prof ic iency leve1.“ However , taken together proximity
of a test is an important factor in students' attitudes 
towards non test-focused and test-focused activities.
CHAPTER 5 
CONCLUSIONS
5.1 Summary of the Study and the Conclusions
The present study set out to investigate whether 
students' attitudes towards different types of 
activities done in class are modified by the proximity 
of a test. Since the introduction of the communicative 
approach, there has been a mismatch between what is 
actually taking place in classrooms and what students 
are asked in exams. If sufficient attention is paid to 
this issue, it is hoped that more attempts can be made 
to abolish this mismatch and to improve both teaching 
and testing.
How students' attitudes change when the testing of 
language does not match language teaching has been the 
main concern of this study. This led to the following 
experimental hypothesis: Students' attitudes towards
test-focused and non test-focused activities will 
differ considering the proximity of the test and the 
proficiency level of the students. In order to test 
this hypothesis, 20 intermediate level students at 
METU, Department of Basic English, were selected. The 
questionnaire was prepared by the researcher and 
administered at weekly intervals immediately after the 
two types of activities, test-focused and non test- 
focused. The following results were found.
First, the questionnaire findings showed that
students' attitudes towards non test-focused activities 
change negatively in relation to the proximity of the 
test. That is, when the test was in the distant 
future, students favoured the non test-focused 
activities. They expressed the opinion that such 
activities enable them to speak English, that they are 
fun to do, and that they are unlikely to forget what 
they learn through such activities. They also stated 
that it is boring when the teacher "sticks" to the 
book, that working in groups is useful, that such 
activities increase participation in class, that 
speaking is very important, that these activities show 
that there can be lessons without grammar and that such 
activities create a different atmosphere in class. On 
the other hand, when the exam was imminent, then these 
positive views towards non test-focused activities 
changed and students expressed negative views. They 
commented that they are not asked to speak or play 
games in the exam, that grammar and writing are more 
valuable than speaking, that they would like to do more 
useful things, that although in theory such activities 
are useful, in practice they are not, and that such 
activities have nothing to do with the exam.
Secondly, the questionnaire findings revealed that 
students' negative attitudes towards test-focused 
activities were replaced by positive ones as the test
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time approached. When the test was four weeks away, 
students did not favour test-focused activities. 
Students stated that such activities are boring, that 
they should be using daily life English through 
conversations, that such activities lead them to 
memorize rules, and that such activities involve 
nothing more than grammar. However, when the exam was 
two days away, it was observed that the very same 
students had positive attitudes towards test-focused 
activities. Students expressed that such activities 
helped them learn their mistakes, that everything in 
English is useful, that grammar is the basis of 
English, that practice and repetition is very important 
in learning English, that such activities are useful to 
get a good grade in exams, and that such activities 
enlarge their vocabulary and grammar.
Finally, how students' attitudes towards these 
issues are modified by their proficiency level was 
examined. It was found that students' proficiency 
level did not have a significant effect on their 
attitudes towards test-focused and non test-focused 
activities in relation to proximity of a test.
5.2 Assessment of the Study
The findings of the study has revealed the link 
between students' attitudes towards two types of 
activities in relation to proximity of a test.
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Furthermore, this study has confirmed that students 
differ in their attitudes when there is a mismatch 
between teaching and testing, and has drawn attention 
to this issue.
In the course of the study some problems were 
observed due to the data collection and analysis 
procedures. Since no relevant questionnaire was found 
in the literature to meet the purpose of the present 
study, one was prepared for this purpose. However, 
since the same questionnaire and the same subjects were 
used, subjects soon became familiar with the 
questionnaire, and therefore, may not have taken it 
seriously. Further, in order to investigate whether 
the proficiency level of the students had an effect on 
their attitudes, students in the same class were used 
and they were categorized into high and low level 
students according to their first semester grades (70 
was the the cut off point to make this distinction). 
However, it is possible that the two proficiency levels 
were not distinctive enough to find significant
results. Finally, although data were gathered on the 
second and third week as well, only the figures for the 
first and fourth week were compared and analyzed since 
otherwise comparisons would not have produced
significant results.
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5.3 Pedagogical Implications
The present study has revealed that tests have an 
impact on both students and teachers in terms of 
attitudes and activities done in class. The findings 
support the link between students' attitudes towards 
communication activities and the proximity of a test. 
The nearer the exam is, the more negative attitudes 
students have towards non test-focused activities. The 
negative attitude dominates the lesson content and 
instructional techniques used. Teachers feel the need 
to teach to the test. This "coaching effect" directs 
the lesson, especially when the exam is nearer. This 
is the inevitable consequence when tests are the only 
criterion of measurement and when students' pass/fail 
decisions are based on these tests.
Measuring students' language proficiency has been 
narrowly associated with the so-called "objective" 
testing, such as multiple choice items. This has been 
the source of the breakdown between teaching and 
testing. Similarly, in most EFL settings there is a 
breakdown because the way language is seen in the 
teaching and testing processes is different. In the 
teaching process language is seen as being flexible in 
its structures, variable in its functions and 
contextualized in its usage. However, in the testing 
process language is seen as a set of definable objects
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which is usually constituted by what is in the
textbook. Some institutions have attempted to remedy
this breakdown by suggesting that when using the
communicative approach, testing is to be avoided.
However, abolishing the test is not a solution to what
is currently experienced in EFL settings. In addition,
teachers would like to know how much their students
have learned, and getting grades and being successful
fosters motivation. Therefore, rather than abolishing
tests the main concern should be to eliminate the
breakdown between teaching and testing.
In an attempt to resolve this problem some have
focused on "communicative grammar tasks." Dickins and
Woods (1988) suggest that:
... grammar should rarely be examined in 
terms of discrete items but rather, should be 
introduced as a means to successful 
communication. This applies to the
presentation both of content areas and
grammatical rules, (p.642)
Therefore, teachers should present the lesson in such a 
way that students cannot make a distinction between the 
two types of activities, test-focused and non test- 
focused. One suggestion is to integrate these 
activities through "communicative grammar tasks."
Some testing experts have set out to devise 
communicative language tests. However, there has been 
doubt concerning expenditure of time, ease of 
construction and scoring, and availability of equipment
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and skilled testers. But, rather than the issue of 
practicality, our main concern should be the purpose of 
the test itself. It should test the abilities that it 
intends to develop and meet the needs of the students, 
and it should not be used because it is merely easy to 
administer.
First, the distinction between teaching tasks and 
testing tasks should be eliminated. Then, learners 
should not be seen as objects to be processed but they 
should be treated as the interactive participants in 
the learning and testing process. Therefore, students 
have to be evaluated through different methods, not 
only through summative tests. Rather than "high 
stakes" testing, students should be continually 
assessed. Interviews and class participation can be 
used to assess students' achievement. In so doing, the 
preoccupation to distinguish between "subjectivity" and 
"objectivity" of tests should not be the focus any 
more.
5.4 Implications for Future Research
Future research can be carried out on this 
problem. This research topic can be investigated using 
a larger sample of subjects to provide better external 
validity, as only 20 subjects were used for this study. 
Such research can also be conducted with a wider range 
of activities during a longer period of time. For the
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purpose of this study only two types of activities were 
observed, test-focused and non test-focused. However, 
similar research can be carried out using different 
instructional techniques, authentic materials and 
communicative grammar activities as well.
To conclude, it is important to point out that as 
long as there is a mismatch between teaching and 
testing, students will demonstrate diverse attitudes 
towards different types of activities in relation to 
the proximity of a test. Future attempts to bridge the 
gap between teaching and testing may resolve this 
issue, and in this way the teaching and learning 
process can be facilitated both for teachers and 
students. However, as Morrow (1981) notes "... there 
is some blood to be split yet" <p.23).
APPENDIX
STUDENT QUESTIONNAIRE
Please fill out this questionnaire. Do not write your 
name on the questionnaire. First some questions about 
your background.
Sex:_________
Age:_________
School where you currently study:__________
Group/level you currently study:_________
First semester grade average:________
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Directions; Circle the appropriate response for each 
item. Mark your first impression. Write why you have 
selected that answer next to the question "why". Note 
that all items refer to the activity done in the 
previous hour.
1. I believe this activity is useful.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________________________________________
2. I think this activity is interesting.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________________________________________
3. I think this activity is useful for learning 
English.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________________________________________
4. I think this activity is valuable for getting a good
grade in this course.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________________________________________
5. I would like to do this activity again.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________________________________________
6. I think this is a good time during the semester for 
this type of activity.
Strongly agree- agree- disagree- strongly disagree 
Why?_____________ ________________________________
7. I think this activity is easy.
Strongly agree- agree- disagree- strongly disagree 
Why?__________________ ___________________________
8. I really got involved in the activity.
Strongly agree- agree- disagree- strongly disagree 
Why?_______________ ______________________________
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